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INAICUCTiON'

INDIVIDUAL DEVELOPMENT ANO THE

SOCIAL STUDIES p1TRICULUM

One of the, pi-imarY ObrposeS of doing research:in-the arep of Social

Studies is to enable us to:design a curriculum and be able to teach it

effectively. In order to do research we reeluire the guidance of'a theory.
'

One of the,reasons typical research'in this area tends to give little practical

guidance to decisions about how and what to teach in,Social Studies 'is that

we seem to.lack an appropriate theory that can guide us to our central concel4ns.

If we look aCthe general shape of the present typical Social Studies

curriculum if is hard to discover what kind-of theory is articulated through

it. We,might pxpect to find logical and psychological principles evident.

There does seem to be one clear logical_principle,that derived from John

Dewey's insistence that we must start from what the child knows and work out--

ward from there. This indeed seems to be the dominant prinCiple that shapes

tlye Social Studies'curriculum. Except in as far aS this principle may also

be consiflered a psychological one that childrgn's minds best understand

material organized on Ian expanding horizons model -= we seem to lack any clear'

theory (4 psyc hologfta1 development that can gime structure,to the Social

Studies-curr 'iculum. We have seeca number of attempts quite recently to

dextrapolatp from Piaget's developMental theory in the dire'ction of the Socials

Seudies curriculum, but these attempts have A crucAal weakness. That weakness)(*,
lies in the*Aubious status of Piageti's theory. There is not room here to

criticize ,Piagef's theory, but it is- Worth noting thfit those aspects of it

-ik
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which educator's tend,to draw onare being shown to bt`j-ncreasingly
1

2
insecure. ,

What I want to-Oetth in thiS paper are some logical and psychological

principles related to ttie Social Studies curriculum that might move us in the

direction of a theory, with impliCations for Social Studies research. In

designing a curriculum both lOgicgl and psychological consperations are

necessary, but this does not mean that our resultant theory needibe logical

r
761. psychological; it should rather.be educational.

3
It should, in order to

help us decide what and how to teach at each stage of a student!s educational

'development, talk about the psyche.in teims Af the kind of knowledge Opropriate

'at each stage. That is, it seems proper for'an educatio 1 theory to be

4

articulated 16 that somewhat ambiguous realm between mind and knowledge.

Below, then,-I will outline a tilree-stage model of an individual's,

-

ideal development in Social Studies understanding during school years.

call thelkges mythic, ramantic, and philosophic.
4

In each case I will'

characteri e what seem to me dominant aspects'of ch1ldien's minds from the

specti e of Social Studies understanding, and,I'will.then make suggestions

about curriculum content for eac.h. stage. The particular curriculum content

suggestions, and recommendations ab ut how that content should be organized,

..,EgPect principtes both about how to make the content most accessible and

interesting to chilaren'and abaut how content should be organied liorder to
1%

bestfurther their educatiqnal deVelopment.

THE MYTHIC STAGE

John Dewey recommend two major principles for what.we may call curriculum

, :planning. First:

I

,
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"It is a cardina/ precept of the newer school of education

that the'beginning of instiuction shall be Made with the

experience learners a/ready have; that this experienca

and the capacities that have leen developed during its \\\

courSe provideAhe'starting paint for All farther-

learning,
5

and second: ,that there be

"orderly development towards expansion and organiza4ion

of subject matter through growth of experience."6

In elahorati-ng this second principle, he notes that it is

"essential that thei new objects and events be related

intellectually to those of earlier experiences, and

this means that there be some advance made In conscious
----

articulation of facts and ideas.
7

If we consider the typical Social Studies curriculum as an interpretation

of Dewey's principles put into practice we may be led both tosseeing hdow

superficial an interpretatidn the "expanding horizons" curricully represents,
'

and see an alternative way of interpreting the principles. ThA "expanding

h
41,
orizons" Social Studies currictilum begins usually with conceptlAi homes and

families and sets about expand ng these, then it deals with neighbourhoods,

then larger communities, interatctions among cbmmunities, then on to the

,child's country, then continent, then outward to the rest of the world. The4

truism of beginning froin what the chitd knows best iS.interpreted in terms

of the content of their daily experience, of mothers and fathers, homes and
,

I
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neighbourhoods, and so on. That ts, it is the content of their experience'
4

which is focused on, and which the ,curriculum is designed to elaborate.

-
What alteinative is there? If we don't build on the content of experidnce,

_-
what else cio we have to build on? Underlying the content are the capacities .

1

children have developed to derive meaning from experienCe, thefundamental

categories they use in making sense of experience, the structural foims they

. Use to gin., order to dxperiepce: That is, if one'werejofask what children

best One might focus on the categories they userto organize content

ratheethan on the content itself. One may say, for ekample, that children

4

know love and hate, good and bad, more securely and Clearly than they klow

:

about the organifation of towns and neighbourhoods. Underlying,nd giving .

^

meaning to, content are such fundamental moral and emotional carories as
*

good/bad, love/hate, fear/security, misery/joy, and so on.

Where, might this take.us? If we interpret what children know best in :

content tei`ms'we are led,io a curriulUm whereby access to the world yd

experience is organized along aines of content associations movin g. gradually

out from families, hives, clmunities,.and daily experience. If-we interpret,

what children know best in terms of basic emotional and moral categories then

we ma5r provide direct access to anything in the universe that can be expressed

in those terms. Clearly this.matter of Aterpretation is not trivial in its

curriculum implications.

DA there any reasan to think this alternative interpretation Makes sense?

Consider what.engages young children'S minds most powerfully -- witches, dragons,

and talking animals in bizarre places-and strange times. Children clearly

.have direct access to these, they do not need to "expand" from everyday reality
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into these weird imaginary realms. Why are thesv stories,so engaging to young

hildren? In part, because they arq organized on those fundamental moral and

emotional categories children know so clearly -- love and hate., good and bad,

fear and security, and so on. If one lfstens to five-year-olds talking and'

tries to remember oen'i own mental life at agefive, one must be,struck Dy,

how prominent are these fundamental categories'in the way childien make sense

of the,world and everience.

It must smrely be admitted, then, that interpreqpg the truism derived

fnom Dewey's principles in terms of emotnal and mortl) categories does,make

sense. Whether it allows us to say anything sensible about the cu riculum is

another question, and one I want to turn to.

Above I have juse indicated the most'evident po.lar opposite criteggkqes

children use'in making Sense Of the world and experience:
8

Before turning to

looking at curriculum iraplications, if should prove useful to enlarge the'

characterization of childr n's thinking, and try to identify same additional

417structuring principleso derlying and organizing content:

Let us return,to the example of fai*-.stories-and see whether soine

, frther structural principles might be. dorlved from theirrpower to communicate
_

clearly and engage children's interest. Such sfories may raise two questions:

w4y do children find talking animals and trees, etc. so interesting, and why

do stories-as'such'hold interest so powerfully?

The strange. monsters and humanized animals that inhabit children's
e

stories seen similar to the creatures found liberally in myth-stories, and

A similar explanation for both seems reasonable. Fallowing Levi- trauss,
9

we may see this "confusion of categories" (a "natural"'animal e aving like,a

fr-y
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"cultural" one) resultfng from a basic. pattern of' thinking, whereby phenomena

are initially anderStood in terms cif polar.opposites, and then are elaborated

or qualified by mediating between the poles. 4'1n letrning the continu0M of

femperature, for example, chpdren first learn ''hot" and "cold", and then

mediate between-these to learn'"warm:" Gradailly a continuum is percOved
tt

b6tween the poles. Roman Jakobson suggests this pattern is also basic to the
.tr

acquisition of language.
10

Children, and myth-psers, mediate between notions

of "natyte"- cand culture" to produce reatures which are, as it were,.half-way.

Shere is apparently no cOntinuum

impossibilAy of these imaginary

the discontinuity between nature

from nature to culture,.and learning the

creatures is a part of the process of learnink

and culture.
-

Whether or not Levi-Strauss is cormg,t)in claiming this polarizing and

ediation is funLmental to all human thinking, it is clear that'it is

prominent'in young children's thinking. That is, children seem to grasp thing's

4nitially in telly's .of polar opposties(-- good/bad, fear/security, lo.ve/hate,

and so on -, and elaborate and qualiky them by mediation, developing a Sense of

'a continuum between the poles. By the earily years of school, childrn

typically are well on the way to elaborating continua, but'still the simille

polar terms provide easiest access to a subject; that is, thfngs that can be
\

, ,
*

initially expressed)in terms of good and bad; big or little, brave or.cowardli,

, allow children to ake sense prf'them most fully.

A fyrther fea ure of young children's thinking is its lack of a clear

sense of the world a% áutonomous and objective. The world is not perceived

a§ an impersonal, o6lective 'entity. Such a conception is the achievement of

a Mafure rationality, and depends on the secure development of what have been
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called concepts of "otherness" ,- historical time, geographical place, causalAty,

logical relationships, etc. The child's world is full of eqtities charged

with, and given

fear, good, bad

like the child .

meaning by those things the child Knows best: love, hate, joy,

. Things are often perceived as feeling, and thinking

frhe worti 'is, as it were, absorbed into the-child's vivid

mental life. Much more than is.normally the case for an.adult, children's
.

imaginative life colors and chrges their environvnt with a meaning derived

from within. Piaget has expressed this well in the observation that at this

age there is "a.sort of 6onfusion between the inner and outer,.or, a.tendency

to fix in objects ,something which is the result of ihe activity of the thinking

subject.'

It has often been observed that children tend to demand absolute,explanations

,11

for things, even wheresuch explanation are'wholly inappropriate. They seek,

we may say, intellectual security ami 9th.e varied and changing world they are

letirning about. When they seek clear meaning, they are,not just lookinglfor

rationally secure "scientifi0 explanations;- more importantly, I think,

they want'to know how to feel about whatever is being learnt. This need helps

to explain the importance of the story form in young' children'S mental lives..

Why should this be so?

First,, it is worth noting that analyses of the stories that most powerfully

engage young children's interest' have underlying chal=acteristics' siMilar to

some of those outlined, abbve is basic charttctefisticspf children's- thinking. 12

The Grimm-type stories lack realiitic concepts of action," place, change, causality,

etc., they mgke little call on the simultaneous combination of ideas; the number
(

of characters (is sMill and homogeneoal-the;-characters are composed from one
1

9

,./
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or two outstand g characteristics (Wii,and bad, beautiful and industrious,
r

etc.);. the-characters are differentiated by simple.contrasts, or binary opposites,

.

(rich or poor,. big or little., obeditint or. disobedient , clever or stupid, etc.),

meaning is always ear', in the sense that itis always clear who is to 'be

r

approved or diskpproved of, and what one should feel about the events.

That is to say, fairy stories derive their power from beihg more or.

less pure embodiMents ot reflections of fhose chaVacteriseics basic to young

children's thinking: These are preeminently the terms in "which\children make.

sense of thingi; they understand things put in these terms.

But why is it that the sfory fbrm
.

can help children to know what to feel

about what they.are learning? Consider the event, "He shot Tom." By itself

this event is not very meahingful, we don't know how or why or where Ile shot

or who he and Tom are, or, most Important, whether to feel glad or sorry

that he shot Tom. The olify linguistic unit that can answer all these questions

finally is the story. The silo/4 as Aristotle pointed out, Has a beginning ,

that sets up lin expectations, a middle that may complicate it, and 'an end that

satisfies it. The meaning of an event in history cannot be fixed in any

ultimate way -- nolone can establish finally whether it was good or bad that,
.

say, the French Revolution took place --,because history has not ended. -As

new things happen, we constantly reassess the meaning of all past events.

Especially we reassess how we feel -- whether it was goqd or bad, whethwe

are glad or sorry this or that happened. With d story, however, the'meaning

of events may be'ultimately fixed. Each event has a place in the whole, and

we knoVir we'have reached the end o"f a story when we know what to feel about,.

all the events.that compose it.



9.

When we begin to organize 4 unit or lesson, then, for very young children,

our first'queition is not, "How do scholars tYpically,organize this?" Or "What

are its logiaal characteristics?" or "What are the most interesting bitsr

or "What aspects of the content will children already have been exposed to?"

Rather we'shouid try to see it "through" tile categOries of the young child's-

mind. How does it become organized?

From the above fairly casual examination :;, children's thinking the

following organizing principles may be derived.

Young children require a story form. They require a beginning that sets

up an expectation, a puzzle, a problem (or what WOters call a sense of

"tension"). A unit should begin, then, as a story begins; it must engage

interest, and thal interest must be so central that it can be developed and

sustained, and resolved at the 10, but not before the end._ Developing a

concror conveying a specific 6ody of knowledge without creating such a,

central expectation that is, in the end, resolved, preve4s children from

.7
knoWing how-to feel about the coneept or content. A story-like unit, in

..

other words, provides precise affective orientation to the material and conveys

it, accordifigly, in a way that childrenunderstand.

. Young children require.binary opposites, so we will look for the .two

most powerful and basic conflicting forces or elements, or concepts or raters.

in our topic. The beginning, then, will set up an expectation from t dramatic -

conflict between these binary forces. Because 'children make '§ e e of the world' '

primarily in terms bf those things they know best, the forces should be

embodiments of a primary conflict between good/bad, big/little, brave/cowardly,

etc.
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The conflicting force's should be personified.to s.ome degree. Causality,

for example, should not be,represented in abstrnct logiCnl terms, but,in terms

of actions beihg willed bylthe major ft:trees. Of course, young children

increasingly realize that,.for example, countries do not feel and think the

same way that they. do, but the concepts they use to Understand their oWn behaviOr

are the only ones they haVe available to understand that of countries. Using

such personifiCations should iSresent po confusions at this stage; the degree'

to which children bave developed-the distinCt,ion between their awn behavior

and that of, sar, countries-wilr simply be reflected in the degree to whith

the^y will 'understand tbe Orsonifiedconcepts.as.hi.ving41.00tAlftr41114110wing.
4

,,, ... ,,,,,,,,,k,-

-
.

So the main principles for organizing a uhie'd2Live,frow story form; r

Mill.,,
1 o

,

binary oppositiOns; absoluteimeaning;, lack of concepts ot':"otherneSsand:

sense of autonomous, objective werld; emotiOnal and moral categpries%

, 4

These then are some important tools and categories children have 'with

which to,make sense of the world. Initially the world be6pmes known in terms

of the basic struCtures and cutegories of.the child's mental life.' It could,

hardly be otherwise. Learning, we may then say, is a.process-of'connecting

.the know categories to the "outside world, and fitting the ihings in the
1

world to them. The'clearer the copnection between categofies and things

the world, the more successful should be the learning.. Leatping, thus, is
4

firstly a process of making sense of the unknown world;"without" in terMs Of

the know. world "within", and gradually using kilowledge about the i4orid:to

expand the initial set-Of categories.

Without seeking any more elaborate or ivecise picture of children's

,

merital life, let us turn to see what curriculum iipplicatimis miy follow from

1 0
,

;-.
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. this interpretation of the truism that bne sbOuld start from 'what.thildren *mow

--.. *.. ,
best lind build on that. In Dewey's terems

, ;.I have focused primarily on'what
,

he called the "capacities",that haire-been developed during tbe course.of early

expertence tinitnot the everyday content thaCmay have led to the aevtioping of
ss,

those,capacities.
1

I have tried somewhat casually and intuitively above to identify some

prominent characteristics of young children's thinking, Clearly I have not

presented a comprehensive picture, and I am not very doncerned fpr present

purposes whether it is very accurate; as long as readers agree that I am not

just arbitrarily invfnting something that has no emPTrical referent.
4

The first thing to note is that if weccept that the more important

P

foundations from which children's experience 'can be expanded are theseinulerlying

structural categories, rather than content about things familiar in their

local environments, then any content that can be organized in terms of these-
._ ' -

11
4 13$basic categories can be made accessi6le and comprehensible to young children. .

If we start with sOecific content and have to work out from it along lines:

of content association, then our principle of "expanding horizons" must

determine very heavily what content is Vappropriate for the curriculum. If we

start with structural categories the particurar content ofthe curriculum wills

,be-less determinea by our principle, and more open to decisions based on what

kind of content seeias best,able to promote the development of the 4asic categories,

or capacities, or put another way, what content the optimal development of these'

categories seems to suggest.

To begin with the most. general conclusion

sk,

ne should note that by the

-time children arrive in.ichool they have well begun the great adventure of
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trying to make cognitidrsense of Mick experience of being human in the world,

Their most basic implicit question is "What's it all about?"
4 Now, we know'what

it's ail aboUt. There is no need to be handwarAnging, limpwristed, or pettifogging

about it, or, worse, to try to hide it from children by keeping th:em im a never-

never land of_ pyovincial trivia. What it's all about is a life and death

struggle against ignorance, fear, poverty and hatred; it's a struggle for

security, love, confidence, and knowledge. And at its heart, whether one is

atheist or religious, it is infused with mystery -- most basically the mystery

of why there is existence rather thanonon-existence. Children can.have access

to -all of this in one form or another; to the sense, of mystery at the heart

,of things, to the knowledge of good and evil to ibe fears and struggles and

failures and successes in building and sustaining a society and,a culture,

to the fallibility-and sirength of individuals. Again, educational development.
< -

eines-in the elaboration and refinemeit of the most fundamental perceptions; we

ao not build towards, these fundamental perceptions by means of provincial trivia.

When childi.en first come to school, the main categories they have for'

thinking and learning are those fOrmed in the titan struggles-of early

'physiological adaptation)and in early.learning of the customs and relationships

within their4ami1ies and lisong their friends. The cOntent they ire most )

familiar with ty0cal1y -7 unless they have come from families that have
,

systematically inttOduced them to fairy stories and dther kinds of knowledge0 . .. . .

. about the outsjde world -- is about the customes, manners, and faets from their

local earonment. The initial educational task is to destroy the tyranny

of-this local knowledge over children's imaglhations by introducing them t6

knowledge aboOt the world that is in its dramatic power.and human significance
la
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0nalogous.to their own earlier.inner struggles. -That is, it is important to

shoO children that the outside world offers precise analogues for their titanic

inter truggles,.and that the world can be understood clearly and profoundly
-

-in those-terms, by use of those categories that the child has already developed.

For example, the struggles for survival, s'ecprity, and-relative independence'

that the child,has gone through are analogous to the struggles thorcfalizatien,

.----4---

cultures, nations, and the careerslpf,individuals havv..-gene 'through. We may
.

-... '

refine and elaborate such notions as we develoe'bducationally, but the most .

---

fundamental understanding, that which makts the concepts meaningful, is there

to be used and developed in.the earliest grades.

'The greatest present danger to children's education4.l development seems

to me 'to be the prevalence °and growth of 4 curriculumvhich seems.intent on
4 -4

suppressing, buryin.0,:atrophying children's vigid-mental categories in local

detail and triy.4.. What life in the world is all about is not primarily the

secure,suffEke-of daily routines and local cusfom. Underneath this is a

A

histoiy of titanic-struggle. We'do no .ervice to children by introducing

Ahem only to the secure'surface and not'letting them see'that what theyhave

gone through as individuals, their society and culture has gone thropgh in

its own way.

The kind of content that might deal best with these fundftmental matters

would be the story of civilization. We could Oesent it in i Varjety of ways

utilizing the categories developed above. To sketch an arbitfarily chosen

way, we could organize the histetry of civilizatiem as 4 conflict between good

and evil. Zoroaster's representation of the universe 01 a dreatic struggle

between light and dark has been one of the 05st powerful and inflUential

1

.3
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in histofy. We might'boTrim it, and seculariie it, to find our binary conflict.'
.

134,

So the story of civilization can be preented as the struggle between knliedge

and Ignorance,'Vhich, using Zoroaster!$ terms in a metaphorical sense,-can be

visualized as. liiht and. daikness. (These are hardly unfamiliar tdrms,being

basic to the Way so man'y peoide in the west have.viewed history.)

Our beginning must introduce the drama in such a way as to create an
A

expectation, a sense of tension, a puzzle. We may begin, then, with an image

of primitive people involved in a daily struggle against.hunger; disease,
4

natural disasters, the destructive ,amhitions of others, wars, and the usual

human vices 'that undermine civilized life. Civilization is the story of people

(cooperating to defend themselves againSt these varied threats. The.darkness

constantty threatens to overwhelm the frail defences of the

will look
'e

darVnés,

light. Our unit

at various civilized groups, some of which were o literated by the

some of which managed to throw out a spark that caUght and lit else-
/

where, some of which flickered and glimmered, and blazed, .and spluttered again.

The middle will involve a variety of smaller stories about specific

'waysTeople.gathered together and kindled the light of knowledge and trie4

to defend it. In each case the to preserve the liaht of knowledge

against external tyeits, internal vkes, institutional'osificaAgn will form

theifocus of attention. Ignorance of soil exhaustion for instance, the sack

of Rome,. various demonstrations of human greed, fear, hate, anLiety, will all be

fprms of darkness that threaten the tight of knowledge and civilization. The

love and joy of Si. Francis, the energy, courage, nOVTlity'of Pericles, Alfred

and Charlemagne, for instance, will all be sources of light. The end,can come

in a consideration of the greater defences civilized light has built against
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I darkness during the°nineteenth and twen ieth centuries, in enosmousIy expanded
. , . ..(

7

4).knowledge: a scienti'fically based technology, and the liberal 'and,humane

institutiohs of modern societies. We.might add'that while we are more secure

than people have been in the past Against Miler, disease,.the greed and

ambition of others, And so on, our security is still quite fragile.
a

THE ROMANTIC STAGE
I /

As students enter their'secondary schooling we see the development of

somewhat rudimentary but serviceable concept# of historical time, geographical

space; physical regularities, logiCal relationships, causality, and so on.

Concepts, that is, on which an understanding of other places and other times

in some real sense becomes possible; concepts that.seem to be integrally related

to the development of what we tend to.call -vaguely.abstract thinking. This

development seems to begin in some'students as early as nine or ten years and

in others around twelve or thirteen years -- that seems to be roughtly the

range of normal.

The 'development of the concepts of "oth ess" leads to a sense of an

autonomous world that is s,eparate from indifferent to the students'

thinking,. With this development comes the studeats' need to reestablish their

?

connections and relationships.with this newly perceived world. They have tb

establish their intellectual security and sense of identity within it. 'How

do they do thiS7

It seems to me that the main tool used is what I will call "romantic
3

associationj That is, they initially overcome the thredrof this new and

alien world by associating with those things in it which most clearly transcend

fl '1
r

ft
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the threats.the world poses, i.e., with thp 'powerful, the noble, the

tourageous.

44 'Au associationfwith the ingenuity tind Courage of Ulysses or CWptWin Kirk

of the Starship,tnterprfse,' Or wish tile nobility and determinutioh of Florence

Nightinfale or St. Teresa of Avila, involves the student'S ego in the implAcCit

claim that "I could do that too," or, rather, "Cam doing that too: Students

no longer need to fear the vast mysterious world that is opening up before them

because they can tranTcend every threat by means ofromantic associations. By

such means the threats are transmuted into adventure.
1.

This process of romantic association supports and indeed glorifies the

immature ego. Romantic students.essentially deify themselves. And this seems

necessary for the establishment 9f a first security within a world of alien

reality. It is not a fault or vice that needs to be eradicated as quickly as

possible. It seems sensible to feed it with knowledge of the powerful and

'transcendent in every discipline, ,bdth to help students devefop through this

stage, and to help thpm feel.in themselves the power and glory of the real

world: Their glorifiedSdehtities derive simply from identifying with the

glorious.

While involved with,these romantic associations -- "hero-worship" being'

the most obvious example -- students have also to be engagbd in the somewhat

conflicting task of accolimodating their thinking to how'the World in fact

works. ,That is to say, students have to develop their "romantic sene of

. identity withiii the context of reality. The tyPical method by which stu ts

seem to to set about discoveiing What is real and possible in the world is

V.

to search first for its limits, to find the borders within.which reality existi.

e
V.
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A defining characteristic of the 'move into the'romantic stage, the) tie

' 'development'of a quite sudden fascination with the extremes of what exist§.
. ) ,

..

.
t.

what is known. In the earlier stages for example, the sense Df.,Scale pays no

heel'to the limits imposed by reality; going towards the King's throne, the'

hero may have t9 pass a series .of 'guards, the biggest of wIrith is three

miles high and the smallest of which is no larger than your thuib nail. At

the roliantic stage, students' interest in scale similardy focuses on the.

extremes, but is constrained by reality. Thus,-The Guinness Book of World

Records fascinates the romantic sitUdent, with its accounts of the biggeft, the

smallest, the fastest, the highest, the furthest, and so on. It is between

,

such Wremes that students locate reality, and within them that they construct

their identity.

I call this stage romantic, then, beefily it shares with romanticism the
4

"tension that comes from the descre to transcend a threatening reality while

seeking to secure one's identity Within it.
1

4
An important characteristic of knowledge that engages students at the

romantie stage is that it tells them something about what is real and possible

the impossible fantasies of the mythic stage are quite suddently treated with

contempt as "stupid kids stuff." A further charact9ristic required for

knowledge to be engaging at this stage is that it be different, di6erent from

everything mundane and convehtionál, different from everything the-students

have known and experienced. Just as romantic exploration of the real, world

begins with the probing of its limits, so it is the fantastIc and spectacular

that the romantic perception highlights. Von baniken and Velikowski' are more

5
interesting guides to history than even Tojrnbee or Marx.
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This romantic search for limits enables students to e4lore the fd tness ir

of the woTI-&s of nature: culture, and history, to get a sense of their
.

,

t....e
i.

. . .
. -,

and scope, and a-sense of what is real within em'th.L.-ThiA is the peTiod o
. f .

.,
sniffing around and establishing boundaries; only When boundaries are securely

known does one turn and.explore the world within them.

One reflection of-students' desire to explore limits and to form personal

associations with whatever is to be learned leads stuaents to want to know

"What was it like then, or there, or.doing that?" They want to sense different

forms of human life, but not in the way that a typical scholsi.. might. Their

concern is to feel different forms of life, to try them on. Realistic detail

t?ecomes.important. And th, more different from the student's experience, the

better,. Incas and an imaginary Martian Colony have a head start over te histories

4.

and lives of their grandparents. The association is made personal not through

proximity of relationships or.physical familiarity, but through those human

qualities that lead to.a transcendence over the everyday and commonplace world.

Grandparents' lives can, of course,, be made engaging by these prinCiples, but

in general it seems to me much easier to- engage typical teenage students at a

yomantic stage wiih a medieval scholar/saint like Ramon Lull than with knowledge

about'granAparents' lives. On the same grounds it is not the development Of

their own society that Will be mosit engaging, but that of the most exotic ana

bizarre societies. Having establiShed a sense of the limits of possibte societies,

they will have a framework to begin making sen4e of their own. Before developing

such a framework, details of their own society.will remain largely meaningless in

any educational sense.

A further aspect of students' search for limits during the romantic stage.0

is evident in the development of obsessive hobbies and.pastiltes. There is a

2n
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.des,ife to Jeri somethikg exhaustively or collect somet ing completely; t.Q

t

know the score (If-every' football game played by the teain withwhich an
. / .

,

qssaNation As forthed; to collect.every postage stamp f a particular era and.
si

1

,place; to.know every detail othelife and collect ev4ry phofograph of a

film-star dr member of royalty; to know the's-hive of bvery jeaf of every tree;

to know everything about Saturn; or about costume through the ages. It is

a kind of intense specialization, but I think'it/is more properly seen as a

further expression_of the desire to find the limits of things. gy exhaustively

knowing something, one

Another important

gets a sense of the scale of-everything.

conceptual development, and one which seems integral

to how stbdents at this stage make sense of things, may perhaps best be seen

in the kinds of stories that appeal to students during this stage: A "romantic

Aory," in the sense of I mean it, is one in which a hero or heroine (or

institutioh, nation, idea) etc.) with whom or with which the reader may identify

struggles against odds to a glory and transcehdence over threatening nature

(or eventsinstitutions, ideas, natiOns, etc.), in which glory the reader may

then share. Such stories have a crucial characteristic that makes them ideal

for this stage -- they yre ego-supporqng. Thdy allow, and encourage, the

reader to'associate with some noble and powerful force that,achieyes success
*

against a threatening world. Occasionally they allow the hero or heroine to

die oilose, but only in a context which,enables-the reader deliciously to

share the hero's or heroinels moral,or other superiority, which is noi recognized

by the unfeeling world.

Buhler calls the stories that most appeal at this (stage the "Hans Christian

Andeyson-type." They have more complex plots than the Grimm-type stories

a
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which appealed at the previous stagek.' They are "realitic." Even when they

Is.

deal with imakinary worlds, there is always a concern with realistic_detail

'or plausibility. They have-cleaD and powerful herees and heroines. .They tend

to have exotic, though realistfc or plausible, settings. they are often con-

cerned with the.differences between people:who have more complex motives than

in the Grimm-type stories. Theif meaning is always c1ear, in the sense,that

readers know clearly what they should fi.. about t e events add characters.
-04.411.

Ruh 1 er mentions Robinson Crusoe as a radi of this kind of story. One

mightiadd much of science fiction, adventure stories, animal storieS, and so on.

Stories are, apparently one of the few Cultural universals. Everyone,,

everywhere, seems to have use&stories. What are'they used for? Stories are

the linguistic unit which alone can fix the emotional, or affective, meaning

14
of events. They are thus important not merely as entertainment',,but because

. ti

they give us clues about,how students best make sense of the wcw1d -- make sense
f

of the kinds of events Which constitute a large part of the social studies

curriculum. That is, we can learn from the form of the stories that appeal 4

so strongly to students at this stage something about the form in which we

should organize social studies content in our teaching. This is a theme which

c will be elaborated below.

I have 'suggested three general prfnCiples that move us towards a charac-

terization of students' cognition at this romantic stage: "romantic

'associations" with elements' that transcend mundane reality; a search for limits

. and extremes to, get a sense of the scale of the real world; and the use bf the

story-form to establish a,clear emotional meaning for events.

'What follows for the design of the social studies curriculum froni,the

principles out/ined above? There.leem to be.two major-kinds of implications;

92
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. One concerned with the form and organization of material so that it may be

most meaningful to students at the romantic stage, and the second concerned

with.partitular content.

The.most generat and profound implication for the form or organization

of curricUlum content, and indeed for the structure of the curriculum itself,

follows from seeing die rotantic stige-as the period during which students

explore the limits of the reality with which they have to deal. The kind of

curriculum structure this seems to lead to contrasts quite starkly with the

expanding horizons" principle that underlies social studies cufticulum at

present. The "expanding horizons" curriculum (most evident in the elementary

grades, but still informing the1secondary) is based on the assumptionithat

students discover the wprld by Progressively moving further "outward4" along

limes of content associations, whereas the characteristics outlinediAbbve

suggest that students explore reality by first making cOntact with its most

extreme limits awl then working "inwards."

It is,perhaps not surprising that this stage of intelledtual;wonder and

excitement is also the stage of most acute boredom. If the mind is not caught

up and-flying in wonderfOl realms, it has to,dge-nd intd the evefyday world

Against which it has developed little conceptUal defense. fhe lind at the

romantic stage largely lacks tile means to derive much meaning from the evev-

day world. It clops not yet know' the context in which the everyday and common-

place are meaningful. For this reason aloneL a curriculum that focuses on local
'44-w

matters and shuns the ,distant and different will likely lead to boredom, and

those well-meaning teachers who try to engage students in what is "relevant"

assume that the "relevant" is found in their everyday environment, arc simply

93
41.
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helping to alienate Students from the world by'denying them the route of

ftecess to it whicli4hey most'.need.

,

While indulging in polemic I might equally criticize those scholars and

teachers who have a precise sense of how their discipline should be studied,.

and who consider the kind of knowledge that engages students at the romantic

stage as in some way disreputable. Romantic-stage students seem-like wide-eyee

tourists interested only in the spectacular sights, and bored by the backgrOund

and'detail that most intefests these scholars and teachers. Such teachers

find their educational'duty in ridiculing file romantic search for the extreme

and the, kind of knowledge that this'entails, and they concentrate on trying to

turn students into mini-researchers. It is hard to pursuade some people that

the-immature require immature concepts and methods of inquiry, and that this

' romantic engagement with the awesome, the wonderful, the different,'is not only

acceptable but necessary for students' _educational development.

At a more particular level of organizing a unit or a lesson, however,

this same ptinciple has important implications. It suigests that, instead of

seeking out whatever is familiar and developing our lesson or.unit-from that,

we should seek out the most distant and "different aspect of the topic, then

connect the students with it by means of geir romptic associationtith
e.

transcendent qualities.' For'example, in typical units on the Industrial

Revolution teachers often begin froi things which seem to have an Immediate

content association with the students' experience,,so they may elect to deal

first with children of about their students' age working in coal mines. The

principle outlined above suggests finding something distant from their experience --

a Victorian engineer like Isambard Kingdom Brunel, perhaps -- and then "connecting"



1

21.

1

he stydents with him, engaging their interest in him and the Revolution he

made, by giving examples of Brunellvs fascination with doiig only the im-
:

possible, with his courkge, energy; confidence, power. That Is, one connects

the students with those transcendent forces which_they have access to and a

craving to associate with and which are the forces that are,emboaied in the

Industrial Revolution.

Similarly, when teaChing about an'Cient Greece or Rome, teachers focus on

those aspects ok ancient life that have something in common with today (for

, example, family life and homes), or with things that havg ;left a direct and

clear mark on the present, like words derived from Greek

for selecting what is to be studied in the past, is what

may be familiar with in the present. Some teachers who find these content

assOciations trivial, argue that knowledge of ancient Greece and kome is. thus

"irrelevant" to typical modern high-school students. Other teachers frequently

and Latin. A ctiterion

"content" students

defend the "relevance" of Greece and Rome on the grounds of these content

associations with the modern world. What seems to follow from the above charac-

terization is that content has little to do with relevance, which May be achieved

- at this stagq by romantic association with' some transcendent human quality. And,

Ito run the risk'of overstating theirpOint, the more alien the world with which

students can be connected, the more "relevant" is knowledge about it to their

educational development.

The potential obsessive fascination with detail once "connection" has

been made with any topic must determine some of the learning activities that

'will form a .unit. The tendency to "cover" a body of material at the same level

of detail must, it seems, be'resisted. At.the romantic stage the student requires
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both a general context that.engages in erest, and an opportunity to fasten onto .

some area in minute,detail. If one is teaching a unit on the Renaissance :
is

explorers, eor pcample, it woUld be-welf not to be wiconcernedsolely 'th who
,

(

wept where'when, but to look'in minute,detail at howa ship was stoced, exactly

)

how muh and what kinds of food would be on board, what kind of pOple formeyl the ..

crew, what were their backgrounds and eipectations, what was the t!ft.ailed structure
.

,

of a typical ship:who slept where, what facilities anOpowers Aid each member

of the crew have, and so on. 'One might want to compare in. such exhaus
t

detail
110

a ship and. a voyage of an English venturer, like Drake, with a Portugeser r

iipanish exploratory JourAey, or with Columbus' voyage to America. This,

course,' requires that the teacher makes available the sources students can

to for this kind of infowation. Initially, the more attractiver4e sourc

materials the 'better but once students become interested they will An.sack thd

dullest sources with a sense of excitement that is fed rather than dimiuished

by the dullness or relative inaccessibility, of the source.

The rymaining implicatiol about form concerns the stoiyo-form. Stories

have beginnings that set up 9xpectatiOns, often by the conflict Of opposite

forces, they have middles that develop or elaborate these expectations, and they' '

have ends that satisfy them. Stories are unlike reality in that they have,

beginnings and ends; they hack out of realitran aritificially distlinct chunk,

and this allows the establishMent'of determinate meaning in the events that

make up the story. We know we have reached the end of a story whep we under-

stand the meaning of all:the;events that make it up. Stories, asiI Wye said

above, are our machines for determining how people'should feel abOut particular
%

events. Students at tfle romantic stage require some quite clear affective

f

1
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orientation to..the events theyi aro learning in order that they be most meaningful.

Thus, it seems to follow, content organized to be best understood by studnft

at thisX stage needs to-be organized within a story-form. I do not mean that,

students need.to be told stories about content, or as a part of the unit, but

that tHe unit must be organized by using the4basic principles of the story-form.

*The principles outlined-for the romantic stage seem to say more about matters

of form than they.do about particular content. But.we can draw some implications

about the choice of the particular content that should*make up the curriculum

_fdr this stage.
VI

*general we will look for that content which is most "romantic" in the

sense developed above; that is, thing's that are in some sense most vivid, most

trhnscedent, most distant from students' mundane experience. We will look, in

histo0, for the mhjor expressions of human energy and creativity -- the greatest

things done and thought; the building of the pyramids and cathedrals; the career's-

of the greatest "heroes" and "hbroines"; the most dramatic conflicts; the most

moving events; the,bravest exploits; and so on. It will be a curriculum full

of drama and vividness, but which makes little attempt to convey a systematic

and synthetic view of the general historical process that shOuld be the-

concern of the next stage. Our cOncern during thislromantic stage should be

to give students access to the widest rangeof knowledge, and encourage their
t.

development of a sense of the romance of the human intellectual, as well as

other, adventures..

A study of geography, or economics, or sociology , or political scienqe,
. A

should follow the same principle and search.first for the dramatic and vivid

extremes of the subject. If geography one might focus on the titanic forces

*
9P4,

ot
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that formeTthe planet as-we know it_ While I have forgotten most of the
/ . 4.

24.

geograph I was taught, I retain a vivid-sense of the processes and results of

glaiation, because it was taught in such a way that the mighty forces of the

retreating ice were'made almost tangible.

Content ai the romantic stage seems to be most engaging if access
. _ _ _

m

to it is provided through human beings and especially the transcendent qualities

which arv A, part of certain people's characters. Much otherwise "dal" knowledge
,

in, sajr, geography'Can be made dramatic and engaging by conveying it thOugh the

."biography" of.the person or people who oriiinally discovered it. At its most'

tKivial this migIt involve teaching Canadian geography, say, not as a finished
.

.

-.body of knowledge.all laid out for the students to learn, but as a discovery

.

made step-by-step through the adventures of the people who first -discovered

r-
the vAlous features.. To see the fohysical features through the hopes, courage,

endurance; despair of people, is to make them humanly meaningful.

A'final principle that seems to helve implications for the content to be

taught duringithis stage comes from one of the characteristics of the philosophic

stage it seemed that the power of the general scheme students wilidevelop

win be deierminekby the amount and range of knoOledge cumulated during the

previous stages. A crude pass. of knowledie.about a wide vaYiety of things seems

important for further educational development. Apart from its value in moving

into'a d through the next stage, such crude accumulations of knowledge have an

aestheti value of their own for the individual. Only people without such
1

trea ures depreciate their value, and it is inappropriate tO aceept the advice

and guidance of the ignorant in matters of education.,
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THE PHILOSOPPIC STAGE

25.

There seems to be quite a profound change in the kinds of social studies

content many students are engaged by duringCt1 i3 later partoof their secondar,

schooling. This change seems to take place in some students at a ut fourteen

or fifteen/yearis, and in others not till their college years -- at -seems about

the range of noi:mal.

0,
The main feature of this change seems to be thq at the romantic stage,

students!41perception focused on the extremes, on the most fascinating bits and

pieces, on vivid "true' stories, on dramatic events and ideas, on bizarre facts,

on herOe and heroines, and on Some particular areas in great detail. There wat,

of course, the realization that all these were parts of the same world, but,the

'

connections between the parts were nOt a matter of much concern. Students

II connected" themselves with these elements directly, by means of romantic as-

sociations. One aspect of the move from the romantic to'the philosophic stage

may be seen in the strengthening realization that all the bright bits and

pieces are interconnedted parts of some general unit. History, for example, is

increasingly seen as less a set of stories, a setiof styleS of living, and more

as 'a continuum of styles, a single complex story.

,

With students' perception of the world as a unit, in which everything is

in some vague way related to everything else, comes the realization that they

too are a part of,the unit. Instead of retaining a romantic transcendence over

the world, theycome to realize that they ure largely determined by their place-

in it. That is,

matter of their

social life, and

students begin to 'sense that they are what they are, not as a
NP°

romantic choices, but because the laws of nature, human psychology,

historical development apply to them as to everyone else. The

29
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direct.romantic connection's to the bright bits and pieces are dissolved in

the growing,realization that their proper "connection" to the world is by

means of ekormously complicated cauSal chains and networks. This shift

involves the realization that they are not as free as they had thought; they

are entrammelled in %he world as in a.spider's web,
1

Ns with the transition to the romantic stage, this is a peri,od of critical

educational importance. The relatively rapid decay of the romantic world view

requires that students establish a new iind of intellectual security within

.S

this newly perceivpd world. To do this they have to establish their place

and'their roles in the natural, social, and historical processes of which they

are 6ecoming aware. FrOm'being transcendent playeri, they have to become &lents.

The means whereby this new security is- established follows from students'

perception of themselves as parts of complex processes. If they are parts of

complex processes then the way to understand their proper roles within them

is to find out the truth about these pfocesses. The majgr defining,characteristic

of the philosophic stage, then, is the search for the truth about human psychology,

for the laws of historical developMent, for' the truth about how societies

function. That is, the philosophic focus is on the general laws whereby the

world works. By knowing these, the students will know their proper plWee and

roles, ansi so they will securely know themselves.

Whereas at'the romantic stage students developed a sensè of the'limits

'of reality, a sense of its scope ind scale, at the philosophic stige they

turn inward and conduct a general survey of the real world, and begin to chart:

a mental map of iis general features.

In The Poetics, Aristotle distinguishes between history bn the one hand,
#

and poetry or fiction on the other, on the grounds that the former is concern'ed

1

30 \ S.
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with establishing particular truths whereas the latter is concerned with more

general or-"philosophic" truths -- the historian is concerned with whether this

oic that happened whereas, the "poet" is concerned with what happens,of necessity,

-mith.the general laws of things. It is on the basis of this distinction that

I call this stage philosophic. Students' interest is little engaged by par-

ticular.knowledge for its own sake; it is primaTily engaged by the kinds of

pursmits Aristotle thought proper to the "poet," that is, finding very general

truths about natural, social, psychological or historical process.

The endless particulars which students learned during the romantidstage,

and which were made meaningful by romantic association, now threaten to be merely

chaotic bits and pieces littering the mental landscape. To be made "philosopically"

meaningful requires that they be organized,within some general scheme. The first

move of Ais "mantal map-making stage is to estabAish ;sense of the main

features and their relationships and locate tile particulars within the general

context. .

At the philosophic st7ge, for example, a student might be attracted by

a
k

fairly simple form of Marxism because it offers a means of readily organizing
dr

a.vast range of particulirs. It provides Ph enormously general scheme by

means of which all history, all the phenomena of the past (and present and future,

too) can be zeduced, from. their unmanageable diversity to A relatively simple

process. Once one undeistands the process, "the laws of history;" then the

details may be4Vwept up, slotted invitheir places in the prdicess, and so be

bade Meaningfql.. Akll that knowledge l&trned at the romantic stage about knights

-

land peasants and the .grat artists.of the Renais'sance, suddenly is endowed with

a new meaning as part of the decay of feudalism and rise of the bourgeoisie.
,

31
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That is, the meaning of the particulars is now derived primarily from their place

within the general scheme.

Such a general scheme, which determines the meaning not only of the ppst

' but of the present and-future as well, also provides students with a means of

understanding their proper roles as agents within the historical process. If

they accept the simpje Marxist.vidW, for example, they know that their proper

role in Western societies should involve them in exacerbating the contradictions

of capitalism, hindering the plans of reactionary bourgeois forces, and furthering

the cause of the proletariat. If they accept a liberal progressAve view, their

roles as agents will involve them in defending and strengthening.the liberal

institutions of their society.

,

The philosophic craving for generality is the means whereby chaotic

particular knowledge ibout the world is reduced to manageable proportions.

This urge towards the general leads students to developithe abstract intellectual

tools necessary' fdr impoiing order on the most complex phenomena.

Thus, quite suddenly, very general concepts -.4; like "society," "cultilre,"

"the mind," "evolution," "human nature'," and so on -- become prominent in

tudents' language and thinking. The complex of social interactions; of

inatitutlons,of people'and their jobs and families,'of buildings and forms of

transport, and a millJon and one other thingi, are reduced'to concepts Mice

"society" or "culture," and may be juggled with a few equally general concepts

4

to establish for the students enormously general principles about how the world

works. From these*. they,form ideoiogies and metaphysical schemes; intellectual ,

I.

///

tools with which they can organize, simplify, and reduce even the greatest

complexities with casual confidence. Ideologies and metaphysical schemes
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represent the boldest lines that give order to the students' mental map of the

t,

world. They& become the fixed coordinates by means of which all particulars, and

/details are located and given meaning.

Another reflection of this urge towards imposed.order is the development'
)

(of hierarchies. If one begins .to appreciate.musie at this_stage,_the ptalosophic

impulse.is to-ask who'is the tiest composer (or football'player, or actor, or,-

which is the best automobile, or whatever), and the second best, the third

best,-and so on. The.impulse at this stage is towards discovering the most

powerful criteriod that will allow one to organizetall composers (Or foottlall

players, or actors, or automobiles, or whatever) by slotting them into place in
2

a hiprarchy. Frequently this leads to theimposition of single-criterion hierarchies

where they are inappropriate, where multiple-criteria shoald be applied.

The philosophic students' prime requirement, howeyer, is to get some i d

of control over the bewildering, and threatening, diversity of the pheri

under consideration. The philosophic impulse is to establish a first general

ordering on some useful criterion. The refinements, and sophistications can'

only follow ,an initial general ordering.

This search for the criteria by which things may be ranked in'hierarchies
4 5-

is a development from; but also different from, the romantic collecting and

organizing of something in great detail. Vhe focus of interest at the philosophic

stage has moved from the particulars to the princiOles by which the particulars

may be ordered. At the romantic stage, the particulars and their ipmediate

-relationships provide the focus of interest. The "philosophic" concern with

recognizing 'the best" composer, is not a romantic search for eXtremes, rather it

is a part of tic0 philosophic seirCh for a criterion whereby all composers can be

ranked4
{V
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This might seem a regression rather than a development. The "philosophic"

generalizations.might,seem very crude and siiple-minded compared with the

complexity of the "romantic" organization of'some phenomenon: But it is the

generation of very abstract "philosophic" orderring concepts that will eyentually

permit much more powerful and refined organization. Romantic stage organizing

4
lacks the power of "philosophic" general-schemes, and lacks the potential for

bringing diverse phenomena into complex processes..

Once 9ne has identified the right criterion for evaluating and ranking

composers, or comedians, or noves, or football players, or once one has

found the .ideology-that shows the truth,ahout the hi cess) one

can feel confident in dealing with particular composers, novels, or historical

licts and events; it becomes a 'simple job of slotting them into place. It is

a characteristic of students at the philosophic stage to be confident, or over-

confident, that they know the meaning of everything. Indeed, the abusive

observation often made about students at this stage is that "they think they-

know everything." This is precrisely so. They db think they know the true

meaning of everything, even of things they have not 'yet learned. That is,

they think they understand the'general principles from which the meaning of

particulars is derived; thus knOwing the truth in general, learning/and-

organizing the particulars is.seen as essentially.a trivial task.

At the romantic stage,,students' prime means of:access to le4owledge was

by association with thoseithings that tielOed_them feel transcendence over

( the treatening complexity, of the world.. The prime Means of access to

knowledge'at the philosophic stage is i devblopment from this. Security now

is sought not in transcending the world, but in finding one's proper place!

34
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within it, and this is discovered by understanding the truth about it. The

primaiy association it the philosophicitage, then, is the Truth.

Similarly, studeig§' interest at the romantic stage was engaged by those

things'that supported a sense of transcendence. At the philosophic stage,

students' interest is engaged primarily by the knowledge which helps "body

forth" the general schemes which they identify as expressing the truth about

historical, psychological, social 10T natural processes. For exhmple, ifone
0

accepts the simple Marxist ideology, then one's Interest is focused by that

onto the particular knowledge that best clarifies and supports it.

The inp3llectual achievement that establishes the student in the philo-
,

sophic stage is the relatively rapid transition from romantic inteests to ,

finding very general principles or "laws." The success of this transition

turns on the power or sophistication of the 'general principles of "laws" that

the student generatqs. By "generates" I don't mean that students,formulate

such principles of laws for themselves, or originate them. 'There is; however,

a'sense'in which students "mike them their own" by adopting them to the, par-

ticulax knowledge, values, attitudes and so'on; that individual /students

organize. I mean "generate" in this restricted sense.

The power or sophistication.of the general principles turns largely on the

amount rid variety of particular knbwledge the student has whichnthe principles

are generated to organize. This seems to lead to a Most unfashionable

conclusion: to a significant degree, educational development beyond the

romantic stage depends on the student knowing a lot. That is, a sheer

quantity of knowledge is educationally important.

35 .\
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Educational development through the philosophic stage may be characterized

in terms of the increasing sophistication of the student's geneial schemes.

What causes the-schemes to become increasingly sophisticatedt Primarily,

it seems to me, more knowledge.

It is the constant interaction between general scheme and.particular

knowledge that fuels t4e student's development through this. siage. TheiOneral_.

scheme demands further knowledge to clarify it, .the further.knowledge deMands

refinements and revisions in the general scheme, which in tu-rn requires, further

knowledge to more fully,body forth' the newly refined or revised vision. The

"fuel" df this procesi is nothing less than the difference between reality and

the general scheme wilich seAks to mirror it. Between reality and the idea
4-

lies the-fuel of ."philosophic" inquiry.

WHy does not the paticular knowledge simply "body forth" ttie general

scheme satisfactorily, and so not fuel constant further inquiry? Because

additional particular knowledge will usually contain what I will-cal4 anomalies

for the general scheme. The more knowledge the student'acquires, the more

Jlikely it is to generate anomalies, and so require revisions in the general -

scheme, which in turn will require

more knowledge, which,in turn will

further inquiry; the accuiiilation of yet

contiin further inoMilies whic will lead

to increasingly sophisticated general,schemes.

What is in anomaly in this context? If for example, a student developed

a fairly simple Marxist view of the historical prOcess and looked for particular

knowledge to support it, things like the/.modern persistence and growth of

western bourgeois societies or the apparent survival and enrichment of some

of the English landed aristocracy during the seventeenth century present anomalies.

3 6
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To account for thejnowledge the student.acquires about these need not destroy

the general scheme, rather such knowledge will normally lead to a more sophis-

4e .

ticated Marxist vision. To use different language, one might say that t 6

sgrowth of particOlar knowledge sets up a dissonance diat Can only be corrected

by altering the general-scheme.

Again, I need to qualify somewhat my claim about a simpfëuaptity of

knowledge being needeil for development through this stage. In:addit-ion,

knowledge that is anomalous, or creates dis-sonance, for the student's general

scherrassismostvaluable.Iwant to defend mY insistence on the need for a

ge,1
large quantity of knowledge, however[ because it seems,thatl as it were, a.

critical mass of knowledge is'required to get the dialectical process between

general seheme and particular knowledge moving, and a good deal of further

knowledge is to keep it going.

One,of the problems that-follows from accumulating only a relatively

small &mount and, range of knowledge at the romantic and consequently

generating only very crude general schemes at the transition to the philosophic

stage, Is that very crude-general schemes hinder the proCess whereby anomalies
_

lead to increasing sophiN4cation. The problem with 4 crude general scheme

\is not that,it does not organize enough knowledge, but rather that it:can

organize anything. If it is crude enough, everything becomes evidehce to

4' support it, and nothing challenges it. With such crude general schemes formed

at the'critical tranSition stage, students may thereafter increase their

knowledge, but that knowledge will not force revision and sophistication of

their general scheme,- and so will contribute nothing to increased understanding.-

Such knowledge will tend to remain:to use Whitehead's term, "inert" In



34 .

cases,like this, students will establish only a to-hold in the philosophic

stage.

have, then, suggested four general principles that move us towards a charac-

terization of students' cognittion at this philosophic stage: the perception
.

..of general processes in the world yather.than bright romantic bits and pieces;

concern with the truth about these processes; meaning derivea from the general

scheme; and the fuel of the developmental process through this stage being

the accumulation of knowledge which'contains anomalies to the general,gchemb.

Here again we may consider the curriculum implications of the character-

ization of the stage under the headings of form and cottent.

The most general implication concerning the form of tontent at this stage

leads to a paradox. I have suggested that students' focus of interest, and

source of meaning,.at this stage is the general. or paradigmatip< but also that

this is the stage for detailed study of particulars. The paradox is resolved,

I think, in the dialectical process where the general,4Cheme stimulateS par-.

titular inquiries, and anomalies tmonglhe particulars stimulates elaboration

of the general scheMe. TWimplitation, then, is that this should be a

stage of specialization but thaethe specialization be,open constantly to

general Ia9, theories, ideologies, metaphysical schemes, etc. Sensitivity,

and knowledge;.. willThe'required for the teacher to be ahle to.guide students .

-to specialize in a topic that, firstly attracts students because it will'help

to "body forth" their general scheme, and secondly will'produce the kinds of

anomalies that will best.ensure revision and elaboration of their general'

scheme.

As for the content at this stage the'kind of unit that is suggested by

the outline of students' cognition might involve, 'for history, a study of

38
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what, we might call meta-histories. If the students' are concerned witih

forming or developing general schemes, we might provide them with a variety-4

of such schemes from which they might choose one, or combine features of a

number.

An important principle for such a unit is that the,various schemes should

4

not be simply laid out dispassionately as a.kind of smorgasbord, as all

equivalent and equivalently false, the way an atheist might study comparative

religions. The studentS\Tay be expected to make a commitment to the truth

of-mle, or h composite of their own makinw, so they must be presented as

important and conflicting theories about the historical process -7 which is,

after all, what they are.

'The unit could be divided into sections, each one of which outlines,

elaborates, and then applies a general scheme. JIne might begin with a

Thucydidean notion of\history is a tragic process, in which, human nature

being what it is, political harmony will always be undermined by greed, self-

deeeption and folly, and destruction will result. An outline of Thucydides'

account of the fall of Athens could introduce the section. With selected

readings from his History one -could present his Wage of theiPericlean far-

sighted moderation that led to Athens' glory; then the crazy,ambitions of

Cleon and Alcibiades which led to its destruction in the campaign that

finished so unbearably in-the harbor at Syratuse. With use of media One

could vivify the movement of armies arid shifts of alliances and power.

Role-playing of crucial speeches to the.Athenian, Agora and ihe terrible Melian

dialogue, can bring life and drama to the ancient conflict between Athens

and Sparta. This needs to be organized to dmphasizc,Thucydides' "philosophic"

message about the historical process.

39



Having developed a, clear sense of the tragic genei-al sateme, students may

be asked to cdnsider whether it is true of some other complelt historical

event, like the fall of the Roman Empire. That is, one must first Choose to

elaborate students' sense of-the general scheme by usihg it to organize al

phenomenon that may be fairly,easily fitted to it. Thereafter students may b

dsked to consider how far'it is true of any other civilizataon they'may wish

to examine.

In similar fashion,other sections of the-unit might consider a Rankean

notion of a God-guaranteed prokress of nation-states towards greaier power and

harmony; a Toynbeean image df rising and falling organic civilizations; and

4

Hegelian/Marxist image of dialectical' progress through clasS struglle; #

Spencerian evolution; a Spenglerian vision of the declinihg west. A teacher

could choose among these or other general schtMes.

In additioh the teacher might throw in the occItsionahenormously general

"philosophic" idea. For example, civilizatioh* may be seen as the product of

some kind of energy whose center has been traveling westward arouhd.the world

at inc asing speed.. It began slowly moving from China, through India to the

ancient middle eastern empires, then passed on to Egypt, then ta Greece,and

the Roman empire. After the fall of Rome, it passed to,the Frankish Empire,

and then to the:most westerly European empires of Spain and England. They
t ,

drove westward to the AMericas, and their Jecline saw'the ris'e in power of the. ,

1/4

eaStern part of North America. More quiCkly it passed across the continent to

the west coaAt., ,he teacher may ask students how well "such an "idea" fits

history, what it man'S, what kind of energy it is, and whether'thó focus of

energy seems due-to readh thina again in the hear future.... Similar ideas might

4
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Avolve seeing the development of civilization from the perspective of weather

cycles, food,production, and epidemics-and control..of_diseases. A focus. en

the dynamic of historical change will stimulate "philosophic" interest.

Such meta-histories should always focus on the nature of man as an historical

animal his role in the causal network of events, a d should a4so allow speculation

and projection into the future, and ooncentration on the meaning of the present

in each scheme. After of a scheme, students should be

assigned to apply it to some other area of history. Debate,-argumeht, dis-

cussion among students should be incouraged. Once studeuts devOlop a commitment ,

to some general scheme, they should be asked the kind of probing question abopt

some-particular historical event or period that will stimulate the dialectical

interaction that will carry them through this stage.

Simil a rly for other areas of the social studies, one should approach the
A

detail through

1

the most general principles, theories, laws, etc. The world

should be prbsented as a series of processes, which involve the student as an

agent' within them.

I have already stressed the importance of a sheer quantity of knowledge

seeming to be important for educational development into this stage. For

example, if students k very little history, they may siiply be unable to

generate any principles If "laws" useful for'imposing geneia'l order on the

historical process. If t ey ICnow equally little about other subjects top, amd .

so are unable to generate equivalent principles to organize them, then they
A

will lack the means to develop educationally beyond the romantic stage. That

is to say, having enough knowledge to be able to generate from it some general

44 1
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vision oi a complex process, some ideology, or metaphysical scheme, is a pre-

requisiee for moving lieyond the romantic stage and intothe philosophical

stage of educational development. Similarly, to continue developing through

this stage, an inCreasing accumulatign of knowledge is necessary to provide the

anomalies that will lead to establishing the general.schemes.

CONCLUSION

My main concluding comment on the status of the theory sketched above

can best be exprqssed in the words Plato used about his educational theory:

"heaven knows whether it is true; but.thi, at any rate, is how Lt appears to

me."

So, to return to our beginning, What seems to follow for the social

studies curriculum from starting with a characterization of students'

developing cognition is a sturcutre and content which appeaxs quite different

from what we have today. Indeed, it appears so different that one is daunted.

Perhaps this theory is wildly inaccurate in its characterization of students' .

developing cognition, or perhaps the implications I have drawn from the charac-

,

terization to the form and content of the curriculum is extremely sloppy. If

lot, it is'our current curriculum that needs radical reform.

The main argument against the present curriculum, made by implication

from above, is that it is miseducative. It fails first to destroy for children .

the tyranny of the local Over their imaginations. It provides little access to,

the romance of things, and co4sequently fails to stimulate that sense of

intellectual vivacity which is necCssary to make the world and knowledge

interesting. It only by chance provides access to metahistories or general

. "'3* _
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LI

*

(schemes, which feed the developing student's ability to seek the recurrent,

the typical, the essential in things.

The above sketch towards a theory of social studies education is designed

as a prelimina;ry step to empirical research. Ideas must precede data; ideas,

theories tell us what data to look for, and how to assess their value once

we find them. The above sketch is obviously largely prelFriptive -- in itself

*
this is not inappropriate for an educational theory. (An educational theory iS

properly4prescription for a curriculum that will produce a particular kind

of educated person:6
16

) But it also makes a number of empirical claims,

testing'which should provide knowledge of use in designing a Social Studies.

curriculum.
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